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Although we follow a basic syllabus, the course is different each time that we teach it. as we respond to the unique needs and interests of each group of students and the availability of guest speakers. We focus on processes and interactions with each other and students as well as on specific conteoL We include many perspectives and a variety of cultural points of view. A month before the first class meeting. we mail a letter to the students indicating bow to locate the course Web site on Blackboard. where we have posted course materials. including a detailed syllabus. Appendix A is a representative sylla bus that includes specific assignments and bow they are graded.
We encourage students to complete all of the daily reading and writing assignments before the week of class meetings begins. Our rationale is that it is unlikely that they will be motivated to complete further coursewort at the end of a day-long class. We offer choices for the major assignment and approve topics at least I week before class begins.
Although diversity can be addressed from many different perspectives. cultural diversity and its importance to corporate strategy. management. (Cox & Beale, 1997) . We find that it is clearly written, the exercises and cases are relevant to our students, and the material remains pertinent. A suggested but not required text is The Change Equation: Capitalizing on Diversity for Effective Organizational Change (Norton & Fox, 1997) . This book places diversity issues squarely in the cen ter of organizational change and development and frames such change as a strategic issue. For this reason, we find it to be valuable to our MBA students, most of whom are employed in large corporations. Thus, although both books are more than 5 years old, they are valuable tools for framing our course. However, we do not rely solely on the texts as sources of information. We supplement their contents with our own lectures, guest speakers, field trips, and student projects. We also include on Blackboard links to relevant Web sites that students can use as they prepare these course projects. Some of these links are included in Appendix B.
In our lectures, we use concepts from perceptual theory, social psychol ogy, and anthropology, as well as from the business disciplines, particularly marketing, strategic management, and organizational behavior. Guest lec tures and student presentations introduce specific issues related to diversity, such as age, race, ethnicity, gender, and sexual orientation. We describe some of these components in detail below. Many students have lived, worked, or visited abroad, or are from countries other than the United States. They bring these international experiences to class interactions.
Each assignment is linked to one or more of the three outcome objectives of the course. Because the success of the course is, in part, dependent on full participation by all students, attendance and participation make up 20% of the final grade for the course. Such participation helps students to increase their awareness of their cultural assumptions. The completion of five daily assignments, each worth 5% of the grade, supports participation. Each such assignment involves the preparation necessary for completing the team exer cise for that day, such as reflection on one's identification with particular social groups or the analysis of a case. In most years that we have taught the course, the remaining 55% of the grade has come from the completion by each student of a course project. Students choose from among an array of possible project types, ranging from oral presentations to the class, a research paper, a poster presentation, or a Web page. In-depth portrayals help students to recognize the importance of understanding diversity in relationship to sup pliers and customers as well as colleagues. Most presentations link organiza tional changes in marketing and managing processes to issues of diversity. The last time that we taught the course, we included a team project worth
20% in which each small group of students explored a culture unfamiliar to tbem. In this instance. the individual project was 35% of the final grade.
Major elements tballead to successful outcomes in the course are the diver sity of the students and their willingness to be candid with one another.
Dllferences
Tbe students are always a diverse group of people. a retlection of the diversity of the students in our College of Business Administration. We complete this exercise, as well, telling students more about ourselves than we would ordinarily at the startofmostcourses. One of us is the child of a mother whose parents emigrated from Hungary and a father whose English family has lived in North America since before the American Revolution. The other's heritage is English and Scottish and she is now part of a large extended family with roots in Palestine. In addition to our backgrounds, we describe our families, research, and interests outside of our professional lives.
This exercise grounds each student in his or her uniqueness. Caucasian students have remarked at the end of this exercise that they never realized how much diversity exists among Blacks, whereas African American stu dents have mentioned that they were surprised at the diversity among Whites. Students' polarized racial perceptions begin to break into more differentiated categories or schemas.
Stretching perceptual boundaries. Our first guest speaker, on the after noon of the 1st day, continues to help us to break through perceptual bound aries. She is a librarian and looks like the former professional ballet dancer that she is, willowy and agile. Her gray hair is cut short and she wears no make up on her fair skin. "I am a woman of color," she begins in a quiet voice. She tells us that she is an Elder in the Ojibway tribe. She says that her brothers and sisters have copper-colored skin but she resembles her Scottish ances tors. For more than an hour, she holds the class spellbound as she tells what it is like to be a member of a minority group yet not be easily identified by oth ers as such; to believe in many gods in the midst of a monotheistic culture; and to observe cultural practices and values that do not conform to main stream mores. We listen to tribal music and receive the gifts that she distrib utes as part of a Giveaway. In her quiet yet powerful way, she softens bound aries, shifts perspectives, and encourages us to broaden our perceptions. Her self-disclosure and nondefensive responses to questions set a tone for dia logue during the rest of the week. Students' responses to this guest speaker indicate to us that they are beginning to move beyond their usual comfort zones and customary perceptions of others. This shift influences their inter actions throughout the rest of the week as they begin to engage in dialogue.
Interaction and Dialogue Bohm's (1996) ideas about dialogue have been popularized in manage ment by Senge, Kleiner, Roberts, Ross. and Smith ( 1994 ), Isaacs ( 1999) . and their colleagues from MIT. Senge et al. (1994) defines dialogue as "a sus tained collective inquiry into everyday experience and what we lake for gran led" (p. 353 ). Isaacs ( 1999) writes that dialogue is "a flow of meaning"
and "a conversation in which people think together in relationship" (p. I 0).
Others have written about dialogue from different points of view. Freire (1970) . in particular. has explored the liberating quality of teaching and learning based on dialogue. In his view. teachers become learners as students teach them about their lives. Hazen (1987) (1988) . writing about dialogue in management education, lists the three essential elements of dialogue as mutuality, reciprocity. and coinquiry. Mutuality is an essential aspect of dia logue that lakes place when each person in a relationship perceives the self and the other as a subject rather than object. a person who continues to grow, for whom change is always possible. Related to mutuality is reciprocity. which occurs when each person in a relationship knows that she or he learns from as well as teaches the other. regardless of roles. Coinquiry. a third aspect of dialogue, happens when each person in a relationship acts on the belief that only with the others in the relationship system can the system be understood.
Each person in the relationship speaks the truth as she or he understands it and listens to the other (Hazen. 1987 (Hazen. -1988 .
Conditions that support dialogue in the course. Dialogue occurs in our diversity course as students grapple with real differences and deep social issues-including racism and sexism-in a way that broadens their and our understanding. One student. echoing a common theme in course evaluations, wrote. '1be interactions among the class members" and "the safe and open environment allowed by the instructors" made this class a good learning experience. As all of us take pan in dialogue, we learn more than what we would from only reflecting on our own experiences or reading a book or an article.
We base our relationship as coteachers on dialogue. We communicate with and learn from one another. Because we are each rooted in a separate discipline, one in marketing and one in management. we learn from our dis similar approaches to the same problems and stretch our disciplinary bound aries. For example, we have both learned that the traditional silos of the business disciplines. while providing focus for study and research. are arti ficial when perceived from the perspective of suppliers, employees. and customers.
We have experienced surprisingly little conflict with one another. We attribute this to the compatibility of our teaching styles, our genuine interest in and connection with students, our mutual discomfort with confrontation, and the space that we each give the other to exert influence and show exper tise. Furthermore, we together initiated the development of the course and sought faculty and administrative support, rather than being required to do so. We have been and are so passionately committed to this course and its importance to our students that it has superseded any minor conflicts that might have occurred.
We encourage dialogue among students in smaller group meetings. Prepa ration for each day includes the completion of a written assignment for an experiential exercise or case discussion that students complete in teams. We believe that the teams serve as anchors for each student to feel safe to interact in the larger class discussions.
Another factor that supports dialogue is that many of the students who register for the course have had one or both of us as instructors for core courses in the MBA program. We know them and they know us and are famil iar with the ways that we teach. Many students know one another. They come into the class with a sense of trust. This context helps to create a safe space to talk honestly about topics that are not often talked about: differences among people in social class, race, gender and gender orientation, age, ability, and ethnicity. The openness between us as instructors, among students, and between students and us is often surprising. We think that some of this occurs because of our willingness to reveal personal information and listen respect fully to others. We model for students a way to be self-disclosing, manage personal boundaries, and learn from one another.
The topic approval process for major assignments, completed in person, by e-mail, or by telephone before the class meets, invigorates the dialogue that occurs during this course. Our experience the first time that we taught the course, when we did not approve topics, was that many papers and presenta tions were repetitive, boring, and did not portray the chosen topic in depth. We now work with students to narrow their question so that they can explore a subject with some intensity. This strengthens their learning as well as that of the others in the class. If it seems that no one is interested in portraying an aspect of diversity that we think is important to address, we suggest that indi vidual students consider it. We also encourage students to integrate concepts or applications from both management and marketing theory and practice. These practices have resulted in wider, more perceptive, and more interesting coverage of issues related to diversity. Student presentation topics have included "Outsourcing to Minority Suppliers in the Automotive Indus try," "Focusing on the Hispanic Market in Personal Care Products," "Expec- When we first taught the course in 1999, one student wanted to change her presentation topic shortly before the class began. She had seen on television an expose of harassment in the workplace toward a homosexual man and felt so strongly about the injustice that it portrayed that she wanted to talk about it in class. She began her presentation by pointing out that although it seems that many members of minority groups can be recognized as such. gays and lesbians cannot be so identified ... You assume that because I am wearing a diamond ring on my left hand and told you that I recendy got married. thai I am straight You cannot know that this is true." She gave several similar examples, coding with the stalement. "You can know if someone is gay or lesbian only if he or she tells you." She played videotape of a news report that depicted such cruel behavior in the workplace toward a gay man that we were stunned. Most of the class members were shocked to discover that in most parts of the United States. such discrimination against gay men and lesbians is not illegal. As instructors. we went away from the thoughtful and thought provoking conversation that foUowed not only enlightened but also inspired that we could address with courage and compassion potentially controversial or uncomfortable topics in our MBA courses.
The 2nd year that we taught the course. a young White man said that he wanted to present to the class a discrimination case: A young engineer was assigned by his manager to troubleshoot a tense situation during a sttessful vehicle launch at a plant where the plant manager was notoriously tough and "old school." At a meeting at which there were 50 people. including suppli ers, the manager asked the young man a question. He replied as completely as be could without revealing proprielary information to outsiders, with a respectful answer that the plant manager did not like. In front of the whole group, the manager responded angrily and with profanity, humiliating the young engineer. When be returned to his home office, the young man re ported the incident to his manager. Her immediate response was to support him to file an age discrimination complaint against the plant manager.
The student presented this information to the class. He asked what they would do if they were the young man and led them in a discussion about iL Most of the students in the class worked in a manufacturing environment Many of the students said that this kind of behavior is common and you just have to learn to tolerate it, even if you do not like it. Some students believed that such behavior should be confronted. At the end of the discussion, the presenter revealed that he was the young man and that he did file a complaint against the plant manager. What he wanted-and what he won-was a public apology by the manager in front of the same large group of people and a promise to them that he would not again humiliate others by the public use of profanity.
We learned many things from this presentation, not the least of which was that an affirmation of one's dignity, a demand for respect, and a stand for jus tice are important, even (or especially) in situations that others perceive as unchangeable. This student served as a role model for each of us in the following months, as we navigated our own complex work situations with colleagues.
In another summer, a turning point occurred not with a formal presenta tion but an assertion by one African American man that other students, espe cially White men, were "walking on eggs" during discussions about race. This low-keyed confrontation awakened all of us, giving people permission to speak frankly. Somewhat guarded conversation shifted to more open dia logue, as students began to speak from their own experiences of and feelings about race. Our sense is that dialogue-based learning, as described earlier in this article, occurred as they genuinely listened and responded to one another and surfaced issues that are usually unspeakable between Blacks and Whites in the United States. Such attention to dialogue allows us to respond to the needs of students and to initiate change in the course not only from summer to summer but within each week of class meetings.
Change and Fluidity
Movement, fluidity, and change are essential to the ongoing success of the course. The course changes from year to year, although we retain the same learning goals and objectives. We change, too, as instructors, learning more each year about related topics and how to teach them. The changes in the course reflect our needs for professional development and challenge. They are also student driven, from the presentation topics to the issues that we discuss in depth.
Coteaching. From the beginning, we developed this course to be co taught as an interdisciplinary course. It grew out of a successful experience with one another coteaching a Women in Business course as an experiment ------------------------------------------------- whelmingly positive experience for both of us. We enjoyed working together. the content of the course. and our contact with the students. When we asked to teach this course the following summer. our dean invited us to broaden our emphasis from women in business to diversity. to include a broader range of students and issues. We agreed to do so. Teaching the diversity course together the first time was both enjoyable and successful and we wanted to continue working together across disciplines. 1be first syllabus evolved over an initial discussion at lunch about the focus and learning goals for the course. This was the first of many meetings in which we further refined our course plan. We chose the texts that most closely matched our objectives for content and pedagogy. slotted in supple mentary lectures in our respective areas of expertise. then sought guest speakers to further enhance the topics. We left room in the schedule for stu dent presenlations and discussions.
After the first time that we taUght the course. we sought and gained formal approval from the college faculty to include the course in the graduate cata log. We developed a generic syllabus for this approval process and have used it as a template for later sections of the course. Each year. 6 weeks before the course is scheduled to begin. we meet for a long lunch. laptop computers in hand. and modify the syllabus based on previous course evaluations and our sense of what worked and did not work in the previous summer.
For example. we noticed. after the first and second times that we offered the course. that students who handed in research papers tended to have lower grades than students who chose to give class presentations. We assumed that this might have happened for a number of reasons: MBA students are not skilled in writing long research papers; students who chose to write papers did so because the due date for papers was after class concluded. rather than during the week of class meetings and so were busier or less motivated to do well; or students who wrote papers did so only because they had not chosen a topic early enough to gain one of the limited number of presenlation slots and thus were not as interested in writing a paper as they might have been in mak ing a presenlation. Consequently. we made various changes in the major assignment We gave the paper earlier due dates and we offered more options. including a poster presenlation session and Web page design. Fewer stu dents chose to write papers and more information about diversity was shared among class members because of students choosing to present posters and Web pages. 1be quality of the work improved. as well.
We have developed a style of teaching with each other that works for us and our students. We confer on a variety of topics and look for new ideas and approaches that are relevant for this course. We easily switch the roles of leader and support person from one to the other. We interact with our students in the classroom, by e-mail, and in the halls of our college. Because we are open to new ideas and willing to experiment, the way in which we teach together is fluid. In a typical comment, one student noted, "They are both very open-minded about controversial issues and facilitated the discussions in a controlled learning environment." We continue to be challenged as we plan for the next summer's class, staying current with regard to diversity issues in the world of work. During the school year, we think and talk about how we might approach a specific issue.
Although we have different styles of teaching, we have similar values about learning and shared expectations of students. Each of us is willing to learn from the other and to modify her perceptions or practices in response to a suggestion from the other. We were at first surprised to discover how closely we agreed on grading decisions. Each of us grades each assignment independently, and then we compare grades and discuss differences, which are usually no more than one or two percentage points. For example, one of us is skilled at presenting well-organized, detailed lectures, with PowerPoint bullet points that serve as launching pads for models, examples, and stories, whereas the other has used experiential learning as the foundation for her courses for years. We have each broadened the repertoire of competencies that we bring to the classroom as we have observed and learned from each other. We have integrated some of these pedagogical changes into our other courses-one of us presenting more organized and detailed lectures, and the other incorporating more group interaction and experiential exercises into all classes. We continue to consult each other on various approaches when we are puzzled or stuck with any challenging class or student.
We also appreciate that if something is not working in the course or if there is a problem with a student, we can confer with one another and mutually trust our judgment. We are willing to rearrange planned activities midcourse to discuss a specific topic in depth. For example, when the students were con fronted about "walking on eggs" in their discussion about race, we initiated an unscheduled exercise that allowed students to surface and safely share their perceptions with one another. Each student wrote a list of stereotypes for each of four groups of people, all of whom were well-represented in the class: Black women, Black men, White women, and White men. We col lected and compiled the lists, then used the results as the basis for an open exchange of ideas. Students could explore ideas about stereotypes without owning any of them as their own. Furthermore, members of the group about whom stereotypes were being expressed could respond to them.
Students sense our openness to one another and to them. 'Jbey remain con nected to us and wbal they learn as they approach us singly and coUectively with ideas. topics. and approaches for this course before. during. and after they have taken iL They encourage other students to register for the course.
Rejkction. We remain aware of students' needs and interests by building into the course opportunities for students to comment on the content and the process of each class meeting. At the end of each morning and afternoon ses sion. we schedule IS minutes for reflection. During this time, each student writes and hands in comments about wbal she or be bas learned during that half-day. wbal interactions and activities were positive and supported learn ing. and wbal we might change in the future. We read and talk with one another about all of the comments before the next class meeting. (Yes--this means we work through lunch!) This practice allows us to track wbal is hap pening with students and make immediate changes when necessary.
This course works consistently well. Overall. the course is fun. We enjoy teaching and learning in the context that we have created and students report that they also have fun as they learn. This sense of pleasure and enjoyment sustains our energy through the week. Energy 1be level of energy among class members seems to increase from the first ... am ..... exercise through our week together. Although we at first antici pated that we would be exhausted by the end of the week-and students report this inilial expectation. as well-we have discovered that this is not so. We believe that the compressed class meeling time in this intensive format adds to the energy of the participants. 1bere is lime for the class members to develop as a group and form close, nourishing bonds.
Varied pace.
We schedule an assortment of activities and interactions and vary the pace throughout the day. During any one day-long meeting during the week. one or two guest speakers talk about the practical effect of under standing diversity in the workplace; students complete experienlial exercises or discuss cases in teams; instructors and students present theories, concepts. and applicalions related to diversity in management and markeling; and stu dents write reflections on what they have experienced in class. For example, speakers have outlined corporate diversity policies and practices. talked about expatriate experiences. and described generational or ethnic markeling sttategies. Team exercises have included developing a definition of diversity (Cox & Beale, 1997, pp. 26-27 ) and a philosophy for managing corporate diversity (pp. 308-310). One of the cases for discussion that we have used regularly is, "Is the Plaintiff's Social Scientist Off the Wall?" (pp. 139-140) .
After a lecture on perception, culture, and stereotyping, we watched "My Big Fat Greek Wedding" and discussed how this movie illustrated the various concepts set forth in the lecture. The movie was a humorous change of pace and provided outstanding examples of cultural artifacts, stereotypes, and behaviors influenced by perceptual screens shaped by assumptions. It would be difficult to show an entire movie in a regularly scheduled course, and being able to do so is one advantage of the intensive, day-long format. We have recently discovered a video in which Meyerson (2002) portrays her ideas about tempered radicals evolving change from within an organization. We will show it the next time that we teach the course.
In another lecture, we tell students that artifacts are the most easily per ceived aspects of any culture. Artifacts are integrated into patterns of behav ior that represent values and beliefs. From artifacts, beliefs, and values, we infer underlying basic assumptions (Norton & Fox, 1997) . We think that the artifacts of music, games, and food are among the most interesting ways to begin to learn about and appreciate another culture.
The potluck lunch. Trying new recipes and cooking for others are activi ties that energize each of us in our personal lives. We have woven this per sonal interest into the diversity course by initiating a potluck lunch on Friday, the last day of class. In the syllabus, we ask students to prepare for this event by thinking early about what they will bring to represent the cultural tra ditions of their families, including mementos, clothing, games, music, and food. As enthusiasm and energy increase, students begin to organize for this multicultural celebration. Because the metropolitan area in which we teach is teeming with diverse groups of people and subcultures, the Friday party is always a wonderfully rich blend of great food and music.
One year, a group of men organized to grill hamburgers and hotdogs in the parking lot, with some bringing meat, grills, and charcoal whereas others brought rolls, beverages, and condiments. This group included both African American and White men and was formed shortly after the "walking on eggs about race" discussion. Students have found ways to refrigerate (coolers) and heat (crock-pots and electric frying pans) food in the classroom. Every year, students involve grandmothers, mothers, wives, husbands, girlfriends, boy friends, and children in purveying food for our celebration.
An hour or so before the final preparation, each class member tells about what she or he has brought. People bring photo albums of family reunions, wear special clothing, or show family heirlooms. They bring music, too-Brazilian. Soul • Because this is a cotaught course, each instructor independently grades each assignment and then together the instructors agree on a grade.
• We expect you to hand in assignments on the dates that they are due. While in special circumstances, we will accept late assignments, they will be more rigor ously evaluated and lateness could affect the grade. We offer no opportunities for extra credit for this course.
Expectations:
• We expect you to attend every class for the entire day.
• We expect you to register for the course on the Blackboard Web site and check the site at least once before the start of the course and daily during the week that the class is meeting.
• We expect you to complete all reading and written assignments on the day that they are due. We recommend that you complete them before the start of the week that class will meet. • You must hand in all written work on time, that is, on the date noted in the sylla bus. Plan ahead! If you feel you have a serious emergency, please talk to one of us about it.
• You must complete all written work using word processing software. It should be double-spaced and readable. You must include correct spelling, punctuation, and grammar. Use a software package to check your spelling and grammar; ask a friend or classmate to proofread your work; refer to The Elements of Style (Strunk and White) or any good writing handbook.
• We expect you to participate fully in class and group discussions, case analyses, and exercises.
• We expect that all work will be essentially your own. We encourage you to talk with others and us in the class about your project. Please see the academic integ rity statement in the Graduate Catalog (page 20).
Assignments:
• The team assignment involves a presentation about organizational or affinity or ethnic culture, preferably one with which you are not familiar. You should include various artifacts and behavior patterns and a discussion of how they indicate underlying assumptions. It is worth 20 points.
• A written assignment, usually a case analysis or preparation for a small group discussion or exercise, is due every day. Each is worth 5 points.
• A course project is worth 35 points. A project consists of one of the following:
• Presentation to the class about a topic relating diversity to management, mar keting, or organizational change practices and processes. This presentation should thoroughly explore one topic in 15-20 minutes. Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
